Purpose: The purpose of this action research presentation is to discuss how explicit 
comprehension instruction can take place along with writing, in the kindergarten 
classroom. Methodology: This action research project took place in a suburban 
kindergarten with learners of diverse ability levels and ESL students as well. In this 
classroom small group instruction was the vehicle for literacy. The teacher worked 
with a small heterogeneous group of kindergarten readers. The group size was about 
4-6 on a given day. This took place within the second semester of the kindergarten 
year. The documentation of the strategy was anecdotal and based on the principles of 
action research. Results: This prior knowledge activation strategy presented benefits 
of the children using the vocabulary from the story in their journal entries. Another 
benefit was that the children were forced to use their inventive spelling skills and 
explore the grapheme-phoneme relationship. The final benefit of this strategy was 
that the children were motivated more and more each time the strategy was presented 
to listen and have their own independent discussion of the story, the characters and its 
events. It allows optimal participation from all members of the group and a constant 
flow of communication about the story. Conclusions: The outcome of analyzing and 
using this strategy in the classroom is that it plays upon the natural curiosity of young 
children as a motivator for reading. Another outcome is that the teacher found a 
strategy that adheres to the ability levels of all children. The relationship of this 
strategy to the purpose of the research is manifested in the rich discussion and 
authentic work samples of the students. Recommendations: It is imperative that 
teachers offer more strategies that activate the prior knowledge of the beginning 
reader. These and other developmentally appropriate strategies with regards to 
cultural and linguistic diversity make for lifelong learners and independent readers. 
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Introduction 



Educators looking for techniques to help students enhance their reading ability are 
faced with contradictory advice from research authorities. Some propose emphasizing 
phonics while others endorse a whole language approach. Phonics supporters establish 
their approach in behaviorist learning theory and substantiate their assertions about its 
efficacy by steering to comparison studies; similarly, whole language proponents base 
their methodology in constructivist learning theory and found their assertions on 
ethnographic research (Chall, 2000; McQuillan, 1998). As informed educators, we are 
advocates of a balanced literacy approach, pulling devices and techniques from both 
aspects. But what of this balanced approach and the early childhood classroom, especially 
kindergarten? 

The 21 st century kindergarten is a dynamic place. The learning that takes place is 
integrated and multi-leveled, especially in literacy. Young children come to school full 
of wonder and a sense of “I am smart.” What many children believe is that they came to 
school knowing how to read already. Early childhood educators should capitalize on this 
“teachable moment.” In the case of this strategy, that means capitalizing on curiosity and 
wonder? But how can we link and why should we link this to reading? 

Reading comprehension is the most important part of literacy. Here is what research 



says. 




Active Comprehension Strategies 



Fluent readers appear active as they read. This can be observed when listening to adept 
readers think out loud as they read through a text (Dressley & Afflerbach, 1995) Fluent 
readers have an awareness or acuity of what it is they are reading. Looking at the text 
globally, read based on interest in the text from the preview of the text initially, correlate 
prior knowledge with what they are reading, alter their schema when incorporating new 
information, deduce meaning of new words using context clues, and make notes about 
the content of text read as they read. They also summarize and focus in on key points 
during and after reading. Readers who are not as adept don’t display this type of active 
reading. 

Literacy researchers have created techniques or strategies that stimulate and enhance 
reading that is active and increases comprehension. Of the many strategies developed, 
the strategy of prediction is one of the most effective documented. 

Research tells us that fluent readers employ several strategies or techniques at a time to 
analyze text. They possess a repertoire of strategies to draw from; similar to a toolbox. 
Fluent readers mix and match strategies as needed. At first the strategies are introduced 
by the teacher and modeled by the teacher. As the students use the strategy repeatedly, 
they become confident and venture to use it on their own terms, outside of teacher 



directed instruction. 




It is the intention or goal of reading teachers to get the students to regulate the use of the 
strategies independently. This is reflected in reciprocal teaching. Teachers are 
encouraged to model and apply these strategies and expect students to use them 
continuously. This is also a type of coaching. 

Historically, there has been an inclination to focus reading instruction in the primary 
classroom on word recognition and phonics. As well, this is also a prime time to 
introduce comprehension strategies to emergent readers. 

Prediction 

What is prediction? A prediction strategy at its best is conceiving a prediction then, 
subsequently reading the text to find out what happens. That also includes activating 
background knowledge, peeking or previewing and over viewing or summarizing. 
Though often seen as a single strategy, it is actually a multifaceted on going process. 

This is reflective of schema theory. The supposition of moving from what the reader 
already knows with what it is anticipated the students will learn from the text. This type 
of text is substantial in the kindergarten classroom. 

Strategies like the ones mentioned previously encourage students to generate thoughts or 
outcomes about how characters might act or react based on the setting, situation, events, 
or other characters. These techniques are found to be highly effective for less able 
readers or emergent/beginning readers. 




Research has found also that strategies that include prediction increase overall or global 
understanding of a story. 

Small Group Instruction 

Teachers can reduce or remove the comprehension abyss for students experiencing 
difficulties in comprehension by employing the small group milieu. It is more convenient 
to discuss and probe concepts or events in the story. This environment most importantly, 
allows young readers to b e risk takers. In a small group the safety net is stronger and 
more forgiving, as well as intimate. 

Activating Personal Knowledge 

Many times readers, especially inexperienced ones, begin reading without consideration 
as to what they can bring to the text. This can hinder the essence of what the text is 
attempting to communicate or convey. Before reading activities that initiate or ignite 
background knowledge, teachers guide students toward the concept of text and aid in 
comprehending the text before the reader. 

Focus on Prediction and Prior Knowledge 

Why bother to focus on prediction and prior knowledge? Well let’s look at it from this 
perspective. Many teachers are concerned with the lack of background knowledge 




readers possess. The second concern that they should focus on as well is inappropriate or 
inaccurately interpreted information about background concepts. By accounts of reading 
researchers, inaccurate background knowledge is actually worse than no background 
knowledge at all (Eco, 1990). Often times, the less able reader will force the information 
gleaned from the text to fit warped or inaccurate misconceptions located in their 
background schema. The prediction journal is a simple yet authentic spin-off of think 
sheets (Dole & Smith, 1987). 

Similar to the think sheets, the emergent or beginning reader responses are 
recorded and used later to engage in comparison and contrast with textual information. 

In an after-reading activity, readers record post reading responses to complete the thought 
(prediction analysis) process. 



Making Global Predictions 

Successful readers seem to constantly and routinely predict what they will be reading 
just prior to getting into the next portion of the text. Their experience or prior knowledge 
permits skillful readers to make these continuing predictions. In fundamental nature, they 
think beforehand by look forward to approaching words and thoughts by withdrawing 
what they recognize about the configuration of the language, about the focus of the 
reading passage, and about the perspective of the reading circumstances. Reading for 
them is making forecasts and then substantiating the truthfulness of those predictions. 

Though talked about in this context as a significant pre-reading strategy, 



prediction never comes to a close throughout reading. As the teaching recommendations 




demonstrate, predictions are prepared and then established, amended or discarded based 
upon the sequence in which the text was read. When readers manufacture nonsensical 
vocabulary or use expressions that do not fit into the course of the text, it is evident that 
they are not foreseeing connotations. Readers must be taught that taking chances and 
speculating is a part of the reading progression. Teachers must illustrate to students that 
reading is a foretelling and validating activity. 

Strategy Documentation 

In this classroom small group instruction was the vehicle for literacy. I worked with a 
small heterogeneous group of kindergarten readers. The group size was about 4-6 on a 
given day. This particular group was a highly motivated group who had confidence in 
their ability to “read.” I used a literature-based reading grogram and reading aloud was a 
big part of the guided reading portion of the balanced literacy framework. At each lesson 
I would begin with showing the children the cover of the book. Then I would give the 
children a lead phrase or a sentence starter like “I think that this story will be ...” or “I 
think that the character will end up. . .” After each student had an opportunity to share 
their predictions, they were given their “prediction journals” in which they could write or 
draw their predictions in the journal. I then read the story or part of it (depending on how 
long it is) using guided reading questions during the story. After reading the story I allow 
each one of the children to discuss their predictions and what actually happened in the 
story. After the discussion they go back to the same page in their journal and write or 
draw whether their prediction was the same or different and if it was different, how so. 

As I continued to use this comprehension strategy, the children became comfortable with 




the strategy. They star to manipulate the strategy. This became evident in their journal 
entries. The used phrases like “I was almost close” or I am right a little bit.” When I 
asked them to explain the children would go into detail about where in the story it 
differed from their predictions. This strategy presented other benefits like encouraging 
the children to want to use the vocabulary from the story in their journal entries. Another 
benefit was that the children were forced to use their inventive spelling skills. The final 
benefit of this strategy was that the children were motivated more and more each time the 
strategy was presented they were motivated to listen and have their own independent 
discussion of the story, the characters and its events. They even modeled the strategy 
when participating in center time at the reading center. This strategy is one that is simple 
yet effective. It allows optimal participation from all members of the group and a 
constant flow of communication about the story. Being inquisitive with this strategy goes 
a long way! 

Conclusion 

It is imperative that we offer more strategies appropriate for the classroom of the 
beginning reader. Here are a few. Text Impression (Silberman, 1996) is a thinking-reading 
tactic that uses significant or noteworthy vocabulary to kindle and guide predictions. Prior 
to reading, the teacher records a few significant or noteworthy words from the text on 
display. The group converses about the words and forecasts what the passage will be about. 
After the students have finished the reading, they balance the author's use of the words with 
their forecast. Reader’s predictions could be used to create new passages with their 



thoughts. 




The Inferential Strategy (Hansen, 1981) assists thee students' capacity to link new 
concepts with their implicit or personal knowledge. The teacher examines the reading 
passage and selects three or four themes that are significant or not easy to comprehend. For 
each vital idea, two questions are created. The first question should draw on experiential 
knowledge related to the theme or concept, while the second question supports student’s 
tenacity to formulate a prediction about the theme's function in the reading passage. Prior 
to reading, responses to the questions are communicated. Readers then engage in the 
selection, evaluating their experiential knowledge and predictions to what actually 
materializes in the text and evaluating the fundamental ideas. 

Occasionally students' available knowledge is insufficient and teachers need to 
supply them with supplementary information that will allow evocative reading to 
transpire. This is required most often with expository selections. One of the simplest 
means to give essential knowledge is for the teacher to discuss or talk to the readers. 

By elucidation, telling tales and giving numerous examples, teachers can 
typically construct enough experiential knowledge for students to understand the 
selection. Two practices can be used to steer teachers in imparting text-specific 
background information. A graphic organizer is fashioned when the chief notions of a 
reading text is set in a graphically descriptive pecking order. While this graphic organizer 
is presented to the class, the teacher explicates what the concepts denote, why they 
are significant, and how they are connected. These and other developmentally 
appropriate strategies with regards to cultural and linguistic diversity make for lifelong 
learners and independent readers. This is the ultimate goal for all children. 




References 



Wollman-Bonilla, J. (1989). Reading journals: Invitations to participate in 
literature. The Reading Teacher , 43, 2,1 12-120. 

Wollman-Bonilla, J. (1991). Response journals. NY: Scholastic Professional Books. 

Ellin Keene & Susan Zimmermann, (1997), Mosaic of Thought. Portsmouth, NH: 
Heinemann. 

Anderson, R.C., & Freebody, P. (1981). Vocabulary knowledge. In J.T. Guthrie (Ed.), 
Comprehension and teaching: Research reviews (pp. 77-117). Newark DE: International 
Reading Association . 



Anderson, R.C., & Pearson, P.D. (1984). A schema-theoretic view of basic processes in 
reading. In P.D. Pearson, R. Barr, M.L. Kamil, & P. Mosenthal (Eds.), Handbook of 
reading research. White Plains, NY : Longman. 



Anderson, V. (1992). A teacher development project in transactional strategy instruction 
for teachers of severely reading-disabled adolescents. Teaching & Teacher Education, 8, 



391-403. 



Baker, L., & Brown, A.L. (1984). Metacognitive skills and reading. In P.D. Pearson, R. 
Barr, M.L. Kamil, & P. Mosenthal (Eds.), Handbook of reading research (pp. 353-394). 
White Plains, NY : Longman. 



Beck, I.L., & McKeown, M. (1991). Conditions of vocabulary acquisition. In R. Barr, 
M.L. Kamil, P. Mosenthal, & P.D. Pearson (Eds.), Handbook of reading research: 
Volume II (pp. 789-814). White Plains, NY: Longman. 



Beck, I.L., Perfetti, C.A., & McKeown, M.G. (1982). Effects of long term vocabulary 
instruction on lexical access and reading comprehension. Journal of Educational 
Psychology, 74, 506-521. 



Block, C.C., & Pressley, M. (Eds.), (in press). Comprehension instruction. New York: 
Guilford. 



Breznitz, Z. (1997a). Effects of accelerated reading rate on memory for text among 
dyslexic readers. Journal of Educational Psychology, 89, 289-297. 



Breznitz, Z. (1997b). Enhancing the reading of dyslexic children by reading acceleration 
and auditory masking. Journal of Educational Psychology, 89, 103-113. 



Brown, R., Pressley, M., Van Meter, P., & Schuder, T. (1996). A quasi-experimental 
validation of transactional strategies instruction with low-achieving second grade readers. 
Journal of Educational Psychology, 88, 18-37. 



Chall, J. S. (2000). The academic achievement challenge: What really works in the 
classroom. New York: Guilford. 



Cordon, L.A., & Day, J.D. (1996). Strategy use on standardized reading comprehension 
tests. Journal of Educational Psychology, 88, 288-295. 



Dickinson, D.K., & Smith, M.W. (1994). Long-term effects of preschool teachers’ book 
readings on low-income children’s vocabulary and story comprehension. Reading 
Research Quarterly, 29, 104-122. 



Duffy, G.G., Roehler, L.R., Sivan, E., Rackliffe, G., Book, C., Meloth, M., Vavrus, L.G., 
Wesselman, R., Putnam, J., & Bassiri, D. (1987). Effects of explaining the reasoning 
associated with using reading strategies. Reading Research Quarterly, 22, 347-368. 



Durkin, D. (1978-79). What classroom observations reveal about reading comprehension 
instruction. Reading Research Quarterly , 14, 481-533. 



Durso, F.T., & Coggins, K.A. (1991). Organized instruction for the improvement of word 
knowledge s ki lls. Journal of Educational Psychology, 83, 109-112. 



Eco, U. (1990). The limits of interpretation. Bloomington IN: Indiana University Press. 



Elley, W.B. (1989). Vocabulary acquisition from listening to stories. Reading Research 
Quarterly, 24, 174-187. 



Flower, L., Stein, V., Ackerman, J., Kantz, M.J., McCormick, K., & Peck, W.C. (1990). 
Reading to write: Exploring a cognitive and social process. New York: Oxford 
University Press. 



Fountain, C. (2003). A comparison of kindergarten students who have been exposed to 
reading instruction using read aloud, read along, and picture walk methods. Master of 
Arts Action Research Project: Johnson Bible College. ED 479378 

Gough, P.D. (1983). Context, form, and interaction. In K. Rayner (Ed.), Eye movements 
in reading (pp. 203-211). New York: Academic. 



Gough, P.B. (1984). Word recognition. In P.D. Pearson, R. Barr, M.L. Kamil, & P. 
Mosenthal (Eds.), Handbook of reading research (pp. 225-254). White Plains, NY: 
Longman. 



Gough, P.B., Hoover, W.A., & Peterson, C.L. (1996). Some observations on a simple 
view of reading. In C. Cornoldi & J. Oakhill (Eds.), Reading comprehension difficulties 
(pp. 1-13). Mahwah, NJ: Erlbaum. 



Guthrie, J.T. (1988). Locating information in documents: Examination of a cognitive 
model. Reading Research Quarterly, 23, 178-199. 



Isakson, R.L., & Miller, J.W. (1976). Sensitivity to syntactic and semantic cues in good 
and poor comprehenders. Journal of Educational Psychology, 68, 787-792. 



Iversen, S., & Tunmer, W.E. (1993). Phonological processing skills and the Reading 
Recovery program. Journal of Educational Psychology, 85, 112-120. 



Kamil, M.L., Mosenthal, P.B., Pearson, P.D., & Barr, R. (Eds.). (2000). Handbook of 
reading research: Volume III. Mahwah, NJ: Erlbaum. 



Keene, E.O., & Zimmermann, S. (1997). Mosaic of thought: Teaching comprehension in 
a reader’s workshop. Portsmouth NH: Heinemann. 



LaBerge, D., & Samuels, S.J. (1974). Toward a theory of automatic information 
processing in reading. Cognitive Psychology, 6, 293-323. 



Martin, V.L., & Pressley, M. (1991). Elaborative-interrogation effects depend on the 
nature of the question. Journal of Educational Psychology, 83, 113-119. 



McKoon, G., & Ratcliff, R. (1992). Inference during reading. Psychological Review, 99, 
440-466. 



McQuillan, J. (1998). The literacy crisis: False claims, real solutions. Portsmouth, 
NH:Heinemann. 



Miller, G.A., & Gildea, P. (1987). How children learn words. Scientific American, 
257(3), 94-99. 



Morrow, L.M., Pressley, M., Smith, J.K., & Smith, M. (1997). The effect of a literature- 
based program integrated into literacy and science instruction with children from diverse 
backgrounds. Reading Research Quarterly, 32(1), 55-76. 



Nagy, W., Anderson, R., & Herman, P. (1987). Learning word meanings from context 
during normal reading. American Educational Research Journal, 24, 237-270. 



National Reading Panel. (2000, April). Report of the National Reading Panel: Teaching 
children to read. Washington, DC: National Institute of Child Health and Human 
Development, National Institutes of Health, U.S. Department of Health and Human 
Services. Available: www.nichd.nih.gov/publications/nrppubskev.cfm 



Nicholson, T. (1991). Do children read words better in context or in lists? A classic study 
revisited. Journal of Educational Psychology, 83, 444-450. 



Palincsar, A.S., & Brown, A.L. (1984). Reciprocal teaching of comprehension- fostering 
and monitoring activities. Cognition and Instruction, 1, 117-175. 



Pearson, P.D., & Dole, J.A. (1987). Explicit comprehension instruction: A review of 
research and a new conceptualization of instruction. Elementary School Journal, 88, 151- 



165 . 



Pearson, P.D., & Fielding, L. (1991). Comprehension instruction. In R. Barr, M.L. Kamil, 
P.B. Mosenthal, & P.D. Pearson (Eds.), Handbook of reading research: Volume II (pp. 
815-860). White Plains, NY: Longman. 



Pellegrini, A.D., Galda, L., Perlmutter, J., & Jones, I. (1994). Joint reading between 
mothers and their Head Start children: Vocabulary development in two text formats 
(Reading Research Rep. No. 13). Athens, GA, & College Park, MD: National Reading 
Research Center. 



Pressley, M. (2000). What should comprehension instruction be the instruction of? In 
M.L. Kamil, P.B. Mosenthal, P.D. Pearson, & R. Barr (Eds.), Handbook of reading 
research: Volume III (pp. 545-561). Mahwah NJ: Erlbaum. 



Pressley, M., & Afflerbach, P. (1995). Verbal protocols of reading: The nature of 
constructively responsive reading. Hillsdale NJ: Erlbaum. 



Pressley, M., & El-Dinary, P.B. (1997). What we know about translating comprehension 
strategies instruction research into practice. Journal of Learning Disabilities, 30, 486- 



488. 



Pressley, M., El-Dinary, P.B., Gaskins, I., Schuder, T., Bergman, J., Almasi, L., & 
Brown, R. (1992). Beyond direct explanation: Transactional instruction of reading 
comprehension strategies. Elementary School Journal, 92, 511-554. 



Pressley, M., Johnson, C.J., Symons, S., McGoldrick, J.A., & Kurita, J.A. (1989). 
Strategies that improve children’s memory and comprehension of text. Elementary 
School Journal, 90, 3-32. 



Pressley, M., Wharton-McDonald, R., Hampson, J.M., & Echevarria, M. (1998). The 
nature of literacy instruction in ten grade-4/5 classrooms in upstate New York. Scientific 
Studies of Reading, 2, 159-191. 



Pressley, M., Wood, E., Woloshyn, V.E., Martin, V., King, A., & Menke, D. (1992). 
Encouraging mindful use of prior knowledge: Attempting to construct explanatory 



answers facilitates learning. Educational Psychologist, 27, 91-110. 



Robbins, C., & Ehri, L.C. (1994). Reading storybooks to kindergartners helps them leam 
new vocabulary words. Journal of Educational Psychology, 86, 54-64. 



Rosenblatt, L.M. (1938). Literature as exploration. New York: Progressive Education 
Association. 



Rosenblatt, L.M. (1978). The reader, the text, the poem: The transactional theory of the 
literary work. Carbondale, IL: Southern Illinois University Press. 



Rosenhouse, J., Feitelson, D., Kita, B., & Goldstein, Z. (1997). Interactive reading aloud 
to Israeli first graders: Its contribution to literacy development. Reading Research 
Quarterly, 32, 168-183. 



Silberman, M. (1996). Active Learning: 101 Strategies to Teach Any Subject . Needham 
Heights, MA: Allyn & Bacon. 



Snow, C.E., Bums, M.S., & Griffin, P. (Eds.). (1998). Preventing reading difficulties in 
young children. Washington DC: National Academy Press. Available: 
books.nap.edu/catalog/6023.html 



Stanovich, K. (1986). Matthew effects in reading: Some consequences of individual 
differences in the acquisition of literacy. Reading Research Quarterly, 21, 360-407. 



Stanovich, K.E., & Cunningham, A.E. (1993). Where does knowledge come from? 
Specific associations between print exposure and information acquisition. Journal of 
Educational Psychology, 85, 211-229. 



Sternberg, R.J. (1987). Most vocabulary is learned from context. In M.G. McKeown & 
M.E. Curtis (Eds.), The nature of vocabulary acquisition. Hillsdale, NJ: Erlbaum. 



Tan, A., & Nicholson, T. (1997). Flashcards revisited: Training poor readers to read 
words faster improves their comprehension of text. Journal of Educational Psychology, 



89, 276-288. 



Williams, J.P. (1993). Comprehension of students with and without learning disabilities: 
Identification of narrative themes and idiosyncratic text representations. Journal of 
Educational Psychology, 85, 631-641. 




